In the information age, there is constant change, and an employee must be able to engage in problem-solving activities (Zorn, 2002) . In addition, work teams dominate industry largely because business decision making is more effective when teamwork is used (Guzzo & Shea, 1992) . This is especially the case when team players have good interpersonal and problem-solving skills (Bamber, Watson, & Hill, 1996; LaFasto & Larson, 2001) . Thus, many businesses, professional associations, and other groups consider interpersonal and problem-solving skills to be core competencies and often assess these as part of the interview or accreditation process (e.g., American Institute of Certified Public Accountants, 1999; Association of American Colleges and Universities, 2002) . Similarly, the Greater Expectations National Panel Report (Association of American Colleges and Universities, 2002) calls for the development of intentional learners in university education who have mastered critical skills such as communication, creative problem solving, and working in diverse teams, and who can integrate and adapt these skills from one setting to another. In addition, the National Survey of Student Engagement (NSSE, 2006) identifies five key indicators of effective educational practices, one of which is "active and collaborative learning."
However, even as problem solving and teamwork have become widespread in management education, the teaching of these skills in business schools has not been sufficient according to business leaders, who have complained that new recruits are technically proficient but socially ill equipped and unable to solve everyday organizational problems (Bailey, Saparito, Kressel, Christensen, & Hooijberg, 1997; Holt & Willard-Holt, 2000) . There are numerous explanations for these problems, such as college instructors emphasizing individual over group achievement (Schmuck & Schmuck, 1997) , assigning students to team projects without teaching interpersonal skills (Cox & Bobrowski, 2000) , and using very structured problems rather than messy problems that are more characteristic of organizations (Bigelow, 2004) . For instance, a survey at one university revealed that 72% of faculty in the College of Business assigned students to project teams in at least one class, but 81% of these provided modest, limited, or no teamwork guidance (Bolton, 1999) .
Team-Based and Problem-Based Learning Methods
Two techniques that have been developed to address some of these issues are team-based and problem-based learning methods. Problem-based learning originated in medical schools, but has also been applied to marketing and management curricula, such as at the University of Maastricht (http://www.fdewb.unimaas.nl/feba%5Fhome/mission/), which converted its entire marketing and management curriculum to a problem-based approach to provide students a learning community with skills "to evaluate business problems in their broader societal context." Problem-based learning refers to a range of methods from a very well-documented and rigid approach to any approaches that give problems, such as engineering, business, or social problems, a central place in learning (Bereiter & Scardamalia, 2000; Davis & Harden, 1999) . Although problem-based learning approaches vary significantly, two key aspects are found in all approaches: (a) the problem is the center of attention and (b) the attempt to solve the problem is used as a basis for learning about a particular content area, such as medicine, law, or marketing (Sherwood, 2004) . Problems are usually ill structured and multifaceted (Bigelow, 2004) , offering the opportunity for real-life experience and creating a meaningful learning context (Sherwood, 2004) . Based on a constructivist approach to teaching, problem-based learning generally requires students to be responsible for determining what they need to know about the problem in order to be able to define and solve it, which often includes defining learning issues and finding the appropriate learning material. Faculty are present primarily to facilitate this process (Major, 1988) . Bolton (1999) has termed this coaching a "just-in-time" approach to learning. Thus, problem-based learning methods are used to teach substantive knowledge and to teach skills needed to apply that knowledge. For instance, substantive knowledge about how to play racquetball by reading or hearing a lecture may be of little use unless combined with an opportunity to practice and receive feedback by being coached in a real game, with its many unexpected twists and turns that have to be dealt with as they arise. Similarly, knowledge about medical diagnosis is not as useful as when an actual case with symptoms is presented for analysis, and knowledge about managing diversity is not as useful as when the learner has the opportunity to lead different personalities.
In problem-based learning, students may work individually or in groups; however, teams are often recommended to bring together various skills and foster collaboration (Duch, Groh, & Allen, 2001 ). Because collaboration requires that team members be able to both appreciate individual differences and communicate with each other (Duch et al., 2001) , team dynamics should also be a part of the learning process of students in problem-based learning. However, even though the problem-based learning literature often assumes that there will be a use of teams, the team process-what the faculty member must teach to have effective teams and what is learned through that processis usually not directly addressed.
The team-based learning approach, in contrast, is a specific instructional strategy designed to support the development of high-performing teams and provide opportunities for them to engage in learning tasks (Fink, 2002) . Team-based learning is similar to problem-based learning in that it has the two learning goals of imparting a significant body of knowledge while at the same time providing students with a structure that facilitates learning how to apply the content (Fink, 2002) . In addition, both instructional methods rely on timely feedback and coaching from the instructor as issues emerge. The primary difference between the two methods is that one provides the structure for learning to apply knowledge by emphasizing and developing problem-solving skills and the other provides this structure by emphasizing developing team interaction. In team-based learning, group-focused activities largely determine the structure of the course. Students are members of an ongoing team and become actively engaged, committing higher levels of effort to the group, enabling the team to solve challenging and complex problems (Knight, 2002) . In addition, team-based learning relies on students to monitor and improve their interactions and performance over an extended period of time, which helps increase their interpersonal skills (Fink, 2002) . Whereas the term "problem-based learning" is used to refer to a diverse range of methods, the literature on team-based learning is narrower in scope and thus is often associated with a very specific set of sequential steps used by Michaelsen and his associates (e.g., Michaelsen, 2002) . The principles of design outlined by Michaelsen (2002) as being essential to team-based learning are the following: (a) careful attention is given to how permanent groups were formed and managed, (b) students are made accountable for individual contributions and high-quality team performance, (c) team assignments are designed to both promote learning and team development, and (d) students receive frequent and immediate feedback.
The Resultant Integrated Approach
Several years ago, our business school went through a curriculum revision process that had among other goals the better preparation of students to solve business problems and work in groups both in their various business courses and in their careers. Not surprisingly, our curriculum structure that resulted from this revision process was reflective of the state of the literature on teaching problem-solving and teamwork skills. These skills were taught separately. One course borrowed from problem-based learning methods, in which defining and solving ill-structured problems are the focus of attention. Our students were taught about the content area of individual creative problem solving in a class in which they also developed these problem-solving skills using problem-based learning techniques. No assignments in the class concerned interpersonal processes. For interpersonal skill development, our students took a team skills course, in which the content area of focus was interpersonal skills in groups and which drew on team-based learning methods so students could develop skills as they learned about them. Our team skills course was individually developed to suit our curricular needs at the time and therefore was not designed to follow the specific sequence used by Michaelsen (2002) . For instance, we did not use individual readiness assurance tests followed by team readiness assurance tests. However, the course was more similar to a team-based learning approach than to other approaches to team skills in a number of ways. Specifically, the course included all four design elements outlined by Michaelsen as being important for team-based learning: Permanent groups were carefully formed and managed, students were held accountable for individual and group performance, team assignments were designed for learning and team development, and frequent and immediate feedback was provided.
When our quarter system was changed to a semester system a few years later, the two separate courses had to be integrated into one course, forcing us to rethink the traditional problem-based and team-based methods. One argument for teaching the skills concurrently was that, although generally, the focus has been on teaching one skill or the other, the design of both problembased and team-based learning courses often requires both skills. We discovered some of these overlaps between the two approaches when we taught the two separate courses under the quarter system. For example, as discussed, in problem-based learning, students usually are asked to solve problems in groups. Thus, although team skills are not the focus, team formation has been identified as a factor critical to the success of problem-based learning (Peterson, 2004) , and problem-based learning benefits from the development of team skills (Sasse, Davis, & McConnell, 2000) . Similarly, group-based learning methods offer various problem-solving opportunities. For instance, one advantage of group-based learning is that teams are more able to solve challenging and complex problems (Knight, 2002) . Furthermore, it has been noted that many interpersonal skills such as conflict resolution, collaborative problem solving, and communication also require problem-solving skills (Stevens & Campion, 1994) . Thus, it appeared to us that the concurrent teaching of the two skills together might strengthen each learning approach and reinforce the original strengths of each approach. In both approaches, learning does not take place isolated and insulated from real-world and social contexts; in addition, comprehension, critical thinking, and retention of learning is increased (Kearny, 2000; Knight, 2002) . Furthermore, the concurrent teaching of the two would utilize various active and collaborative learning components NSSE (2006) advocates to enhance student engagement.
Therefore, we chose to integrate not only our course content but also our teaching methods by presenting the two skill sets concurrently. This new integrative course, which continues to be offered, has student groups engage in real creative problem-solving work together over a semester, while they are introduced to both problem-solving and team skills. Two key principles form the basis for the structure for this course. First, as indicated by Table 1 , problem-solving and group development concepts are introduced at the point when students are at that specific stage of development. Second, concepts are introduced and then reinforced with increasingly complex exercises and assignments. Tables 2 and 3 illustrate the application of this second principle. Table 2 indicates the standard problem-solving steps students progress through in this integrative team-based and problem-based course design. As Table 2 indicates, concepts, tools, exercises, games, cases, movies, and assignments were used for each of these key decision steps in the problem-solving process. Similarly, Table 3 indicates the standard stages of group development and interpersonal skill development students progressed through in this course design and the concepts, tools, exercises, games, cases, movies, and assignments used for the group development process. (Nonoriginal material is referenced following Tables 2 and 3 in the notes, where possible, or in the article references. Syllabi, class notes, and assignment descriptions can be obtained from Sonia Goltz. See the authors' note for contact information.)
Thus, in the early portion of the course, teams are in the forming stage. First, they engage in an exercise using a hypothetical group that is designed to allow them to practice composing a diverse group in terms of backgrounds and skill sets. After this exercise, they select their own group members for their project groups. They then embark on a series of activities to jumpstart the forming stage, learning more about themselves and their team members. One of these activities is a challenge course session, in which team members engage in a series of physical and mental tasks together. While in the forming stage, teams are also at the beginning stages of problem solving; so during this time, they learn about information gathering and problem definition through a series of activities and assignments and select a significant, real problem, usually found at a local business, to solve for the semester. To aid this process, the instructor has a brainstorming session 6 JOURNAL OF MANAGEMENT EDUCATION / Month XXXX Engleberg and Wynn (2000) . c. From Maier (1996) . d. Based on Scholz, Tinsmon, Rodney, and Polansky (1995) . e. From Whetton and Cameron (2005) . f. From Smith (1999) . g. From Iacocca & Novak (1984) . h. From Wohlberg and Weighart (1992) . i. From Fisher, Krieger, and Fisher (1994) . j. From Champion and James (1989 during class concerning local organizations students might want to work with. These organizations are then grouped by type of business: for example, governmental institutions, schools, service organizations, restaurants, retail clothing stores, and so forth. Each group of students then adopts one set of these possible organizations from which to identify the organization and problem they will be working on. Examples of organizations and problems that have been studied include getting more students to vote in the student government elections, attracting more customers to a downtown clothing store, and reducing the inventory problems at a discount store. During the norming stage, teams learn conceptually about stages of team development, communication, and group process, while engaging in role plays and experiential activities to develop and hone skills in these areas. They also practice analyzing group process through in-class movie analysis. This is followed by reflection of their own group process, which occurs through videotaping their team meetings and completing team process written assignments. While in the norming stage, teams also learn about alternative generation and creativity topics and techniques, with class activities and assignments designed to provide skill practice.
We cover norming before storming because we have found that storming in teams tends to occur later during the semester. As the teams increasingly face class assignment and performance pressures, conflict typically emerges, with frustration with team members becoming evident. In addition, in the problem-solving phases typically occurring simultaneously with the storming stage, groups are focusing on generating criteria for evaluating alternative Goltz et solutions, examining biases and constraints, and trying to come to a solution consensus, all of which are potential areas for conflict. Assignments are designed to teach teams to learn how to manage conflict by developing skills in the areas of communication, individual differences, and conflict management, consistent with recommendations from team-based learning research. Teams continue to engage in role plays, exercises, and experiential course activities, focusing on skill development in these additional areas. They continue to both analyze teams external to themselves, and to turn the lens on themselves analytically, completing team assignments on conflict management and Meyer-Briggs Type Indicator (MBTI) styles, and engaging in team feedback sessions with the instructor. Individual differences, such as MBTI styles, are introduced this point in the semester because we have found that students will then have more of an appreciation for individual differences given the conflicts they just experienced, which are often fueled by differing perceptions and expectations. In terms of feedback sessions, groups may meet privately with the instructor or the class can split up into teams in a large classroom to give and receive feedback, with the instructor floating from team to team. Students prepare feedback prior to the session for every member of their team, excluding themselves. It is important for the instructor not to dominate the session, but to encourage the group to raise issues critical to the group's performance and accept responsibility for changing those. By the time the student teams have entered the performing stages, teams are planning implementation of the selected alternative for the problem their group chose to address. They are also writing their final written report and preparing their team presentations on their problem projects. Teams also write a team process paper analyzing their own movement through the stages of team development, including an assessment of whether they reached the performing stage. So that teams can analyze changes in dynamics and performance not only on their course assignments but also on other types of tasks, a second challenge course session, with new physical and mental challenges, takes place during this time. Then, in a final meeting with the instructor, students analyze their team development over time and their current strengths and weaknesses as a group.
Assessment
Throughout this article, we describe our observations of the benefits of the course based to a large extent on our knowledge of student assignments, videotapes of group meetings, and interactions with students that occurred throughout the years we have taught the course. However, more formal assessment results also indicate the effectiveness of this method. These assessment methods have varied over the years, reflecting changes in the Association to Advance Collegiate Schools of Business (AACSB) assessment expectations. In earlier years, Educational Benchmarking Incorporation surveys of graduating students and alumni were conducted. Graduating seniors and alumni who experienced the integrated course reported enhanced interpersonal and team skill development, and enhanced problem-solving and analytical skills. As a result, AACSB specifically cited the focus on team skill development as a program strength (Michigan Technological University, School of Business and Economics, 2000) . Later, more course-embedded methods focusing on specific objectives were introduced. Recent 2006-2007 student peer assessment data from the integrative course substantiate earlier, more program-oriented findings. Each of these assessment results and some additional findings will be discussed further.
The integrative course we have described had been assessed intermittently and predominantly through self-report data until recently. For instance, following about 10 years of the implementation of this course, alumni cohorts were asked to answer, on a 5-point scale: "Relative to your peers from other schools, how well did your education here prepare you for your present job?" This rating varied by cohort, improving from 3.4 (1987 to 1990 cohort, where the course was absent in the curriculum) to 3.9 (1992 to 1995 cohort, where the course was present, but still two separate courses) to 4.5 (years 1997 to 2000 cohort, where the integrated course was created and implemented). The 4.5 for the 1997 to 2000 integrated course cohort group was the highest rating given of 12 questions asked. The second highest rating, for the "development of analytical/problem-solving skills," was 4.4. Both numbers were well above the rating for the "development of concepts in your major," which was 3.9.
The 1997 to 2000 alumni (integrated course cohort group) rated the importance of "team skills" in their jobs at 4.4, just behind the highest rating, which was 4.6 for "self-confidence", and equal to the rating of importance for "basic computer skills", rated 4.4. The importance of "analytical problem-solving skills" was next at 4.2. All other ratings were below these, including "the application of concepts in your major" at 4.1 (12 questions were asked here, also). In the 2000 senior exit survey, the ratings for the satisfaction of the quality of teaching of team skills (5.8 on a 7-point scale) was the second highest rating out of 70 questions about satisfaction with their education at the university.
In 2003, the Workplace Skills Survey was given to the strategy capstone class to assess how seniors compared on workplace skills to individuals in the external workforce. Thus, unlike the other assessment results, these data indicate how students who have taken the course compare to an external set of respondents on a standardized, validated scale that is used for personnel selection purposes. For the entire scale, students were at approximately the 80th percentile, with subscale scores in the 70th percentile for problem solving, 75th percentile for teamwork skills and adaptation to change, and the 90th percentile for communication.
More recently (fall 2006, spring 2007) four specific student learning objectives concerning effective teamwork skills were created for the undergraduate program and assessed in the integrated course. Although it is our observation that the benefits of the integrated course extend well beyond these four teamwork objectives created for the undergraduate program as a whole, assessment results for these objectives are still quite informative. In all sections of the course taught each semester, students anonymously assessed their team member peers on the following four dimensions: (a) commitment and dependability, (b) supportive communication, (c) contribution of ideas, and (d) focusing on the assigned task or tasks. Tables 4 to 7 display the results of this assessment. Results vary somewhat by semester; therefore, the following conclusions err on the side of caution. As demonstrated in Table 4 , more than 84% of students in all courses evaluated their peers as displaying acceptable to good or excellent levels of commitment and dependability. As demonstrated in Table 5 , more than 80% of students in all courses evaluated their peers as displaying acceptable to good or excellent levels of supportive communication. As demonstrated in Table 6 , more than 84% of students in all courses evaluated their peers as displaying acceptable to good or excellent levels of contribution of ideas. As demonstrated in Table 7 , more than 80% of students in all courses evaluated their peers as displaying acceptable to good or excellent levels of staying on track (e.g., task focus). Results of at least 80% acceptability on all dimensions support earlier assessment findings of effective team skill development. Efforts to broaden and sustain assessment are ongoing, such as assessing these dimensions in subsequent coursework.
Discussion
We have described a teaching strategy that structures the class to simultaneously focus on group development and on problem solving to teach both the content knowledge and the skill sets for understanding and applying creative problem solving and successful group dynamics. This is unlike the traditional use of problem-based and team-based learning methods for three major reasons. First, these past methods have tended to use either team-based or problem-based learning as the primary structure for the course. Second, both team-based and problem-based learning have traditionally focused on other content knowledge areas, rarely teaching the substantive knowledge in the areas of creative problem solving and group dynamics. Third, the simultaneous attention to both group and problem-solving skills we described serves to integrate the learning of two different knowledge areas, which has rarely been done in either problem-based or team-based learning. One exception that did focus on the teaching of multiple disciplinary concepts using team-based learning was the use of the "Integrated Business Core" at the University of Oklahoma (Lucas, 2002; Michaelsen, 1999) . Much like the results of that program, our course design of simultaneous application of problem-based and team-based learning methods to teach creative problem solving and group dynamics allows students to better see how course concepts, previously presented as discrete units, actually significantly overlap. This mirrors most business environments, in which various conceptual knowledge and skill sets need to be successfully integrated to achieve an objective. The benefits of the integrated approach are that students learn and practice both problem-solving and teamwork skills concurrently as they move through the stages of each process while working in teams on real problems. In addition, this learning happens in a rather messy way as issues emerge with both the problem and with interpersonal dynamics. This emergence of issues and learning more accurately reflects the nature of work settings that students are being prepared for and should therefore increase the relevance and retention of learning even beyond that which is found with either problem-based or team-based learning approaches. The success of the course rests on the simultaneous focus on a real problem project and on actual group development while students are also learning the content knowledge of creative problem-solving steps and group dynamics. These are of great benefit to students particularly when instructors have ensured appropriately engaging and challenging problem projects and have fostered and enhanced team self-analysis and development. Each of these aspects will be discussed, along with other constraints and opportunities that may arise in teaching the course.
For the project in this course, students analyze actual problems that are currently being faced by business, educational, or nonprofit service organizations in the local area. We find that using a local actual problem that is identified by the students, rather than the instructor, is valuable for several reasons. First, students with little work experience are forced to interact with managers and workers in actual organizations, and students with work experience are exposed to problems in organizations different from the ones they have worked in. Over time we have observed that students, through their research and presentations, develop self-confidence in their ability to interact professionally with local businesses. We have also observed students form an appreciation for the experiences and efforts of local businesses that they previously may have had little awareness of, creating a meaningful learning 14 JOURNAL OF MANAGEMENT EDUCATION / Month XXXX context, consistent with research findings in problem-based learning (Sherwood, 2004) . On the other hand, businesses are provided the opportunity to mentor students in their local university and obtain fresh insights regarding their business problems for no cost. Further evidence of the value of this real-life application and interaction occurs when some of the businesses ask students to continue to work on the problem after the semester has ended. In these cases, students can be encouraged to engage in volunteer work for the organization, which can yield valuable business experience that can be listed in resumes or discussed in interviews. All of the above are consistent with the active, collaborative learning practices called for by NSSE (2006) to foster student engagement and enhance student learning. Second, students are even more likely to be engaged in a problem they have chosen than one that was assigned to them. Also, instructors emphasize that students should choose an organization and problem they are really interested in because they will be working on the problem over the course of the whole semester. Students are also told that they must choose an organization that is willing to send one member to the group's class presentation on the proposed solution to the problem. This member and members from the other groups' organizations ask questions during the student presentations and also rate the presentations. This process holds the students more accountable for their problem solving than they would have been if they were only graded by the instructor, who knows less about the problem situation.
Finally, the analysis of actual local problems teaches students about the wide variety of the problems organizations face and how "messy" they usually are. One of the purposes of problem-based learning is to help students learn how to find the additional resources they need to solve the problem. In doing this for an actual business problem project, students often learn the difficulty in obtaining sufficient and accurate information, and this challenge can be used as a focus of class discussion. Students also learn about other obstacles to problem solving faced in organizations, such as constraints on the solutions that can be implemented, and so forth. Also, students are exposed during the semester to each of the other groups' organizations and problems, which generally range widely in terms of content and complexity.
Another key to a successful course is that teams make the initial transition from objective analysis of other teams to self-analysis of one's own team. This is a sensitive area, and students may at first resist, offering very cursory analysis of their team, such as by saying, "everything's fine." Thus, students will need coaching to overcome their fear of open communication and constructive conflict with their peers and with the instructor. Also, activities that make it difficult to avoid this transition are staged at critical moments. For example, feedback processes are designed to aid in the management of conflict. They are scheduled to coincide with periods of typically heightened conflict, such as one session around the middle part of the semester and another later in the semester. However, the course also accommodates conflict that does not occur linearly, but erupts early, or reoccurs repeatedly in a group, such as by scheduling additional feedback sessions as necessary.
Although fostering critical self-analysis by the groups can be initially challenging for instructors, we have found that roughly half to two thirds of the way through the semester, a huge mental and behavioral shift occurs in the classroom dynamics, and the class is typically transformed, reaching high levels of morale and team synergy. Late-semester feedback and end-ofsemester teaching evaluations consistently reflect high positive affect. By the time groups have met several weeks on their problem projects, performed various class activities together, completed at least one feedback session, and have received feedback on team assignments, most members are relatively comfortable giving and receiving feedback. The group has typically navigated their conflicts and is demonstrating some competency in team selfmanagement, so the need for instructor intervention for the majority of teams decreases fairly significantly. At this point, the students feel a sense of both cohesiveness and confidence from having been able to successfully deal with the various difficulties that have emerged in their groups, have an increased set of both interpersonal and problem-solving skills, and are often motivated to perform at a high level on remaining assignments. We have based these observations on assignments (Table 3 ; conflict, storming and performing stages) which have required detailed individual and group reflection about team development, and videotaped group meetings and our feedback sessions with student groups discussing team development. Furthermore, these observations are consistent with findings in both problem-based and team-based learning (e.g., Duch et al., 2001; Fink, 2002; Knight, 2002) .
A number of other considerations should be taken into account when planning the course, including class size, instructor styles, and the timing of the course. For instance, because of the high level of student-student, studentteam, faculty-student, and faculty-team interactions, as discussed above, it is advisable that class sizes not exceed 30 students, with approximately 4 to 5 teams per class. The recommended size for both groups and classes is below the sizes often suggested when the problem and team-based learning approaches are each used alone primarily because in the integrative approach, two skills sets are being simultaneously developed, requiring additional monitoring of processes and provision of feedback by the instructor. Also, in the integrative approach, students' workload is increased because they are being asked to analyze individual and team behavior and the problem being solved. Thus, reducing group size is essential for keeping student work manageable. (For instance, a group process paper requiring that the four MBTI profiles of each of seven group members be analyzed in addition to the overall group MBTI profile could get rather complex.) Another reason we have kept group membership to 4 to 5 students is because we have observed from experience that free ridership problems are typical in groups with 6 to 7 members.
The small class and group sizes are particularly needed if the class is being taught primarily at the freshman or sophomore level or to students with little teamwork experience because these types of students will need more guidance on both problem-solving and teamwork skills. Older or more experienced students may require less guidance, which may allow the instructor to teach a larger class or remove aspects of the course that encourage student accountability, such as having representatives from the organization being studied attend the presentations. On the other hand, older or experienced students sometimes have developed bad team habits that are harder to break. If so, these may pose a challenge for the instructor and additional activities focusing on these specific problems may be required.
In addition, instructors should model the interpersonal and team skills that students are being asked to develop and leadership styles that are compatible with the course design. Beyond this, instructors will need to be comfortable facilitating group interactions-the change in role from one who supplies information to one who guides and coaches may be difficult for some (e.g., Knowlton, 2003) . This role requires, among other things, that the faculty member circulates through the class for in-class activities and is available to students for out-of-class projects (Lerner, 2004) . Training in facilitation and debriefing group activities such as challenge course initiatives can increase instructor effectiveness at this coaching role in this course. Another characteristic of successful instructors of this course is a comfort with allowing learning to emerge, a very critical component of this course. The instructor structures the course and creates conditions to facilitate learning, but learning cannot be forced. Issues and insights need to come from the individuals and teams based on their learning experiences. The instructor should keep in mind that one of the goals of problem-based learning is to allow students to learn to become learners. The majority of the time, selfawareness does develop and emergent learning does occur, at both the individual and team levels.
The benefits of improved team management and problem-solving skills developed in this class have been apparent in later classes. Several of the authors have taught courses downstream from this course, including organizational behavior and the strategy capstone course, and have noted improved team management skills in students who have had the integrated course compared with students who have not taken it. Most of the students who have been through the course are able to coalesce their teams and be productive much earlier, needing much less help from instructors in managing team processes. Therefore, we suggest that students should take this course early in their undergraduate or graduate curriculum so they will benefit from these skills, and continue to practice them, in the rest of their courses. Introducing the course early also allows for extensions of the format or reinforcement of the material in later classes. For instance, we have found that instructors for other classes have asked for our materials from this course on creating a team document or conducting peer evaluations, so that they can ask students in upper level courses to continue to use some of the team skills they were taught earlier in the curriculum.
Conclusion
In an increasingly complex world, problem-solving and teamwork skills are more and more necessary. To meet this challenge, new integrative curricular models and educational practices are needed (e.g., Axley & McMahon, 2006 ). The integrated course described here uses various techniques, assignments, and experiences, presented in a timely manner, to facilitate conceptual learning and skill development in both problem solving and teamwork. The skills are presented and developed at the time during the group or problem-solving stages when the students most need those skills. Furthermore, they are reinforced within the course using increasingly complex exercises and assignments, and they are also reinforced in later courses. The success of the course rests not only on the sequencing of topics, but also on the focus on both a real problem project and actual group development. These aspects present a messy, emerging learning process, stimulating a more holistic treatment of teamwork and problem solving that is also more reflective of actual work situations.
Various types of assessment that have been conducted suggest that learning outcomes are both short and long-term. The immediate success of this holistic treatment is directly evident in student evaluations of their peers' teamwork skills at the end of the course. The persistence of this learning is evident from workplace skills assessment in subsequent coursework and from ratings and comments found in senior exit and alumni surveys. In conclusion, we believe the relevance of course concepts to the students' current experiences creates increased engagement in learning and retention of course concepts, and is an example of the kind of active, collaborative course design called for by the NSSE (2006) .
